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Prologue

Rationale 9
I-would like to specify very caréfu]]y my Eeasons for approaching
tée subject of this paper. 1 am a firm believer in vocational
education. I am not an obedient servant to what seems to be an
1ns1d1ous and concurrently, a v1tr1o]1c attack on vocatio a] educa—
tion, I am a be11ever, however, of the necess1ty to cont1nUa11y
subJett/all aspects of education, including.vocational education,
to the hard cold eye of logic. In add1t1on,-Ié;ﬂ1eve that evolution
-from within is preferable to &efense again;% revolution countenanced
by forces from without. |

If T seem to take to task our basic»be]iéfs and tepets, I do so because
I believe that thbse of us who praétice vocational education should
bé responsible for and excited about exploratory and, perhaps, corrective
surgery on the heart, bone and sinews of‘our program, At 1ea$t, we ;tand
a better chance of intelligently wielding the knife, if a knife needs to
be wielded. " '

If I seem to attack the earlylleaders of our prograﬁi I do so not out
of disrespec? for their position in their time. I simply question the
validity of their tenets in today's society. . | ‘

‘T call for a na{iona] debate of the aimensionS»of the early 1900s 1ed by
the practitioners of the art. d%ych debate should not center on defending
our»préctiqes but should instead re-evaluate who we are, what we are, and

most ihportant of all, why we exist.

o




In my opinion, it is only when_we possess .such a revitalized
ratjéna]e thét we will be able to\serve qpe loosely defined purposes
‘which all of us tend to think we bdlieve.

My theses are:

1. In order to withstand ferment, vocational education needs
to have a clear, concise, definable philosophical base.

2. The philosophical bases upon which vocational education
loosely operates are a conglomerate of beliefs:
indiscriminately interwoven; parts of which are mutually
exclusive and often contradictory.

3. The mest recent attempt to discuss the philosophical base
of vocational education, i.e., the Fourth A.V.A. Yearbaok
entitled The Philosophy for Quality Vocational Education
Programs deals with second level principles; not
philosophy. .

4. A pragmatic, philosophical base for administering proarams
of vocational education is utilized but has never been
refined nor even clearly defined.

‘ 5. A possible philosophical base for vocational education
would be to consider-that although vocational education :
has a socio-economic function (training for jobs), it also =
has an educational function when it is considered to be
methodology as opposed to content.

6. A new approacﬂ to curriculum des{gn can emerge utilizing
- this methodological concept.

It is hoped that those who read this paper‘wilj do so with an onen
mind. The reader should recoqnize that my imtent is to raise the-riaht -
‘ huestions. The validity of the answecj/herived in th%; paper.can‘and
should be Challenged.. fn o) doing; however, my purPose will be sérved

for the debate will have begun. - A

y - . C.J.L.
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NEED FOR REASSESSMENT OF ROLE OF VOCATIONAIL EDUCATION

Introduction ‘ 4;

.« . . The unique fact about our own civilization is that
if it is to achieve and manifest a characteristic culture, it
must develop, not on top of an industrial and.political sub-
structure, but oyt of our material civilization itself. It will
come by turning a machine age into a significantly new habit of_
mind and sentiment, or it will not come at all . . . It is a ’
~qualitative question. Can a maferial, industrial civilization be
converted into a distinctive aqency for liberating the minds and
refining the emotions of all who take part in it? . . . A |
'humanism' that separates man from nature will envisage a radically -
different solution of the industrial and etonomic perplexi.ies of b
the age than a humanism entertained by those who find no uncross-
able gulf or fixed gap. The former will inevitably look backward !
for direction; it will strive for a cultivated elite supported on™ |
the backs of teiling masses. The latter will have. to face the
- question of\wheth@r work itself can become an instrument of
~culture and of how the masses can share freely in a life enriched
in imagination-and esthetic enjoyment. This task is set not
. because of sentimental 'humanitarianism,' but as the necessary
conclusion of the intellectual conviction that while man belongs
in nature and mind is connected with matter, humanity and its
collective intelligence are the means by which nature is auided

to new possibilities."]

" This c]eaf, concise statement by John Dewex on the'vOcatibnalﬁlibéra]
-0 ' \ .
studies issue is as relevant today as when‘gn&nciateﬂ; and, in fact, itf "

- \
takes on new urgency. As American education finds itself in the throes
of massive upheaval and conflicting ideolegy, the place of vocational

education in the educational cosmos has come un&br renewed pressure for
\

re-evaluation. . \

Increased Pressure for Accountabi]ity' .

One hés only to turn to the recent\Genera] Accounting Office Report

entitled "What is the Roie of Federal ASsistance'for\Vocational.Education"

F 3 .
to become seriously concerned regarding the past, present and future of

that which we know as Vocational Education.

A\ .o :
1John Dewey, Individualism 01d and New,.Capricorn Bdoks, New York,

1962, pp. 124-126, Arthur Wirth, The Vocational-Liberal Studies Controversy

Between John Dewey and Others, St. Louis,. Missouri, September, 1970, page 261.

(emphasis mine) i ; ' /

®
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Among the findings and conclusions of the Report were the following:
", . The use of Federal fUnds has not‘been édequét@]y evalﬁated
at the Federal, State or local levels. Occupational Education has
not provided adequate quidance to help insure that the purposes

invisioned by the Congress would be accomplished."

Planning for use of funds .

- Breater atténtion to systematic;‘coordinated, comprehensfve
planning at national, State and local levels would improve

~  the use-of Federal funds and befter insure that vocational

education is provided in a manner that best serves student
/7 and community needs.

Use of training resources

States apd 12ca1 agencies have not always considered the
range_of exiSting training resources which\could provide
expgnded training options to a larger 'numb& of people.

‘Relating training to e%ployment

Changing manpower requirements need to be better addressed -

in many secondary and postsecondary occupational programs
supported by Federal funds. Students often are enrolled in _
“traditional courses and are not .always able to find employment
in fields for which they have been trained. '

4 A . |
Reactions to G.A.0. Report . v T

Kenneth J. Rabben appropriate]y stated the reaction to such findings

and recommendations:
"Shock waves from what seems to be a devastating indictment -
by Uncle Sam's respected watchdog over Federal expenditures and
programs are being felt on Capitol Hill, at the U. S. Office of
Education, in state education departmentss and by state and
local school boards, particularly in seven states in which the
audit was made. Press reports have generated unfavorable ~
publicity for vocational education.” A '

L]

2Kenneth J. ‘Rabben, GAO Report on Voc Ed Stirs Controversy, American o

Vocational Association Jdurnal, March, 1975, page 36. -
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William F. Pierce, Dépﬁty Edu ation Cqmmiséioher for Occupational
and.Addlt Education views the report in a ve#y calm, intelligent
manner, as he says: ‘ .
"We should not be defensive. We have to do a better job 'and
we will when congress tells us more specifically what it wants.
It is more healthy for us to stop the knee-jerk reactions, look
at what the report tells us ang the guidance it prokides, and to
improve vocational education.” .

Also, Carl Lamar, Assistant.Superintendent for"Vocatiopa] Education
in the State of Kentucky, of fel's wise counsel to those who would

". become too defensive about the omﬁ%ro]]er General's Report as he

says:

"

"The Comptroller General's report submitted to Congress on
December 31, 1974, needs to be aNalyzed carefully by the .
leadership in vocational educatioh and others interested
in the growth of the program. The\ Report deserves to be
assessed in a positive and construdtive manner, but certain

actors should be kept in mind."4

He\astutely delineates some of the fil]acies of the Report but comes

back onge again to the assertion that:

"Theg _1s no question that such a review should strive to
identidy_the existing barriers to a compkehensive vocational
program. . The questions the GAO review stully set for itself
. appear to be relevant to vocational education as it ‘assumes
accountability for its programs. The five

GAO attempted to answer qare these: \

1. What role does the federal dollar p]ay?;

\ \
2. How is vocational education ‘planned? \ : A .

A

How are federal vocational education funds distributed?

3
4.  How arg training resources used?
LT 3 .

5. Is training related 0 employment? &'
% A
3Ibid., page 38. . ’

-

4Carl Lamar, A state director' respdnse to the Comptroller's Report,
American Vocational Association Journal, April, 1975 page 42,

7
/ .

5B -




L L

\ 4
“Certainly these" quesf1ons are fair enough. If thoJough]y
researched they should produce objective answers that would
-be helpful in the future development; of vocational education
programs. One cannot find much to critize in the purpose .
of the review and the plan GAO developed for conducting it. "5

" Why did not Vocationa1~Educators Raise These;gyestions7 '

1 do not propOSe we accept blindly the condemnat1on of the Report

\
nor respond in a subservient manner. 1 merely w1sh to ca]] cr1t1ca1
attention to the

ct that real qdestions have been asked “and must,

in turn, be answered. To pretend the questions have not been raised

or to retreat behind the battered fortress of claiming our critics

&

. . ¥ v .
"don't understand us" w11T‘1n\no way nu]]1fy the questions.nor ease

the' pain of not having concrete answers. .

]
<

I believe that these and other questions concern1ng vocational
educat1on should have. been raised 1nterna]]y several years ago. Yet,
it seems, we have waited for a'"governmental watchdoo" to raise the
questions for us. Admitted]S; the qdestions may not have been_fair]y

answered nor the results pro r]y interpreted, but one is still faced*

with the stark rea]#ty that it has always been both the prerogative and

the responsibility of leading vocational educators to raise these questions.

History has proven that leadership falls to those who "ask the riqht‘

, . 4. questions," and wot to those who have all the answers. °Why have wé not

@ -/

\

i+ asked the "right questionﬁ"i

-
-

- | ( \/

Earlier Quaestions About Vocational Education

‘

Serious questions have been raised earlier concerning the validity

of vocational education programs. For exampfe, in a highly controversial

[

>

»

. . Pibid., page 44. .o A /
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document entitled Work in America, a Task Force'appointed by the then

*)" . Secretary of the Department of Héalth, Education, and Nelfare, Elliot L.
° Q ' . .
4 Richardson, began its work by.quoting Schrank and Stein:

"Knowledge, not skill is the critical factor in modern
i technology. For example, a craftsman who can square off a
. piece of steel with a hand file may be a, true artisan; but
his artisanship is useless on a numerically-controlled, ;
machine tool which needs someone who understands a system."6 ©

Working with this postulate as a base, the Task Foree then tbok phat
appeared to be a vicious swipe at vocatiofial education when it reported:

"From the evaluations of vocational education, then, it - -
appears that a very expensive. form of education . . . has _
. a very low utility. Only a small proportion' of entry-level _
Jobs for high school graduates require the specific training ' v
and skills offered by vocational education; vocational & -
~ graduates more oftep than not take Jjobs for which they were B
R not trained; their unemployment records are not better than _ :
other high school graduates, except those in the general : '
curriculum; and their pay isn't better. Most of the literature N
on vocational training in high schools arrives at the same
. Negative evaluation: technical training in school is based _ »
on an out-moded assessment of future needs. Students are
trained without any real knowledqge of how they might apply
. their skills in the future. All they have is an increasing
recognition that the technological concepts they are learning
are outdated or wj]] be before they can use them."7

Did we internalize such questjons'ind deal with them in a logical manner?

No, the reaction of vocational educators to this attack waswprediciable.

-

o We were énraged, indignant and defegsivé; We .simply retreated to the
high, ecc]esiasticé] ground- of "just another tiitic' from general education
who -doesn't know what he's talking abou;."

< Again, let me explain. - There was no need for vocational education leadefg ,

. o S -y
to acceptsgarte blanche: this scathing but convincing onslaught: however, should
. - , o

- 8Special Task Force, WOrijn America, Secretary of thlth, Education,
and fare, December, 1972, page 27. T X

A

71bid.’, pp. 112-113. (emphasis mine)

5 - "o T ‘ 1'i'y
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we have-automatically “tuned out" these hand‘quesxions?' I think we '.'”v /
failed to grow from this experiente becaus® we responded with a series

“

‘'of our own questions- which were the "wrong questions."

4 Wt

° s S \1 . i ‘

Jhe wrong Quest1ons . ' . —
ll‘ ‘1 o

As ) cat1 nal educators. goncern themselves w1th the end]ess ser1es.

- of charges wh1ch seem to demand that we be defens1ve, we always seem \ S
7 \‘ ) . 4 ‘ - ﬂ““'\«‘f o
to ask ourselves a .series of 1nthgu1ng questjons. e )
< ~ ’ .
1. Why does‘!he Corgress, so long receptive to the’pleas
of Wocational educat1on, seem no longer to be our - |

.
. . N v

2. he Cengress not understand our plight and the need
‘ trengthening vocational educat1on and keep1nq "true |
. . vocational education" from being ."watered-down" by we]]- ‘ T
me321ng,but misguided administrators? | ‘ < L
. . . *\
3. Have some of thgse "well-meaning but misguided" administrators - '
\ constituted thefmselves into a lobby.with the potential‘potency .
qﬁi.our own vocational lobby? : ) < T

4. If so, whaf\fdﬁggkean we comp11e 1mmedﬁate]y .in order to
repud1ate this latest, most serious atgack aga{nst our

system? -

4

5. T? we cannot repudiate with facts (which are thare, if we
cou]d but properly massage our data), can we bring olitical .
pressure to bear to the’point that such charges will be seen - A

> for what thef obviously are (i.e., assertions made by the g

uninformed who may have had some personal antagonism to : .
o vogational education, in the first place) and, thus move on.
o " to face the nexﬁisttack? - ‘
I stand to be nebudjated for the s]ight]y malicious listing of. /
% ' ' A .&/\

‘questions which seem to be our basic credo for the salvation of
vocational educat1on, but the careful réader will garner far more .-

than a gra1n of truth in thfé 1nventory, and, sad]y so, for sure]y
there must be a better way to respond.
i ~ 5 " * : F7aS



h Ca]] for an Internal Re -exampination of: Our "Ph1]osophica1 Base"

. That "better way!' is 1mp11ed by Lamar ' ce. "It calls for | ,ﬂ(
L a naé%bnal 1nterﬁa1 re- exam1nation of;P r;phi]osoph1ca] base Is
. . [ v

11th1

) and one woaders.why the Eystem appears 1ncapab1e of do1nq much S '

'_ Management by ObJect1ves are at 1east as good as tho;e of ‘the average

re

[}

A | | -7- : :/ e \\(

-

true that we have sparred For 3 ha]f century wlth any and

311 opponents (Labor Bepartment? Ch1ef Staﬁe School 0ff1cers.

Industrkgf‘Arts, C. E.T.A., Cageer ia:§;D1on, to*name but a few)

w1th-ﬁ532r a knock out blow being deTivered? . Th1s makes no sense e

. ) . [ ¢ '
more than clinging to th® ropes un]ess we are tru]y unsure of our base. - &°

Vocat1ona1 ‘edigators are 1nt1111oent Jpersons. Our ab111t&fs at
4 4 ’

-

administrator of-educational programs 0ur be11ef 1n 1nvo]vement of

'people, goth po]1t1ca11y and educatlonally, 1s sound. *Qur attent1on
/
to assessment of student needs, p]ann1ng to meet those needs;

~

1mplement1ng 1nnovat1ve, individualized curr1cu1a;~eVa1uat1ng the.

~ -
- LI

resu]ts of programs; and pfacement and: fo]]ow up of students ?s good. ‘frg
T~

If we can do these thingsdwhy .can we not be more creat1ve and .

dez131ve in our attempts to explain oursefjes?‘ Why am I.forced to
) ' ' ~ w . o .
y on Such. tired c]iches of defense as the following?. . S

"We must have vocat1ona1 educat1on in our secondary schools .
because without it ? fudents will drop out and never reach post- .
" secondary education®where, admittedly, they might profit most
from vocational education." ) SR
' ‘ ) A .
I am forced to rely on such overused, outddted rhetoric simply because

‘I have no conc1se, consistent ph1losoph1ca1 base upon which to draw R

am forced to recan1ze the validity of a statement made by Carl J. Do]ce
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as Dean of the Scho.ﬂ of*Education a
when he postu]ated that "Vocational Eaucat1on as a program has no

d
explicit, adequgie, definable ph1losoph1ca1 base,".

I hereby call for a national debate on th,,rd]e of vocat1ona1

educat1on in the educational structure to be led by the best minds

L

in vocat10na1 education today. Such debate shou]d not center on

defending our bractices but should, instead, re-evaluate th we

are, 'what we are doing and most 1mportént1y, why we exist.

/ L
/' ’ ‘
. ) . -
, ’/\ - . - \
R
%
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'
L "
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A_HISTORICAL SEARCH FOR A PHILOSOPHICAL BASE ‘
kY y K

(For Chapter Ilj [have drawn heavily from the research of Arthur b
Wirth in afpaper entitled The Vocational-Liberal Studies of Controversy :
Between John Dewey and Others (1900-1917) ‘

:
% ] \

.

L4

There are those who would consider sﬁ%tements made in Chapter I as
threatening to vocational educi;ion. Qthers would concTade if a state s
director of vocational education admits to possésSing no concise, coherent

philosophical base, he is in the wrong place oF, at best, misguided. To

‘those who ggu]d chide me, I raise the queétion, "Where will you send me

" for that sound,'precise‘Phi1osoﬁhical base upon which you draw?"

- I believe that a careful historical review will prove that the philosoph-

ical bases upon which vocational education loosely operates are a conglomerate
. ' 2 .

of rationales, indiscriminately interwoven, parts of which are mutually

exclusive and often contradictory.

(3

Land-Grant College Philosophy

Will youygsend me to the philosophy of the Land-Grant College movement
. . ’ m“ - .
as enunciated by Jonathan Baldwin Turner, a 1éader of the reform movement

from t11inois Co]]ege?"Throughout the mid-1800s, he pleaded his case in

.a speech entitled "A Plan for a State University for the Industrial Classes."

This speech included such pragmatic philosophy as:

MAT ciV%]ized society is, necessigi ;<divided into two
distinct co-pperative, nots=antagonistft, classes: - a small

Glass, whyse business is to teach the true principles of &
religion, law, medicine, science, art,.and literature; and . ‘
a much larger class who are engaged in some form of labor

in agriculture, commerce, and the arts."

8Jonathan B. Turner, University of I11inois Library, page 371, Arthur B.
Mays, The Concept of Vocational Edication in the Thinking of the General
Educators, 1845-1945, Bureau of Educational Research, Bulletin No. 62, Arthur

Wirth, The Vocational-Liberal Studies Cotroversy Between John Dewey awd Others,
St. Louis, Missouri, September, 1970, page 40. N :

.. 15
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Labeling the former class as’Professional and the latter as Industrial,

. he contended that the Industrial Class would N

.. want and ought to=Have, the saﬁg facilities for under-
standing the true philosophy =-the science and art of their
several pursuits, (their life business) and of efficiently

" applying- existing knowledge .thereto and widening its domain
in, théir purstéééw“g o y ‘

-

;**’”Héndid not hold in high esteem schools which immersed students only in

* books.

"The most natural and effective mental discipline possible
for any man arises from setting him to earnest and constant
thought about the things he daily does, sees .and handles, and.
all their connected relations, and interests. The final object

¢ to be attained, with the industrial class, is to make them
. Thinking Labourers;*while of the professional class, we should
desire to make Labourious Thinkers."10

R \
Some of our evolving philosophy seems more similar to that of Turner

than to that of subsequent writers.

Manual Training School Philosophy

Is it the manual training phi]Osophy pf Calvin M. Woodward? Woodward
decided sometime in the late 1860s that the engineering students at
Washington University should construct models.made of wood to i]]ustrate'
certain mechanical princip]ek. The students' 1aék of apility in using
hand tools caused the later development of a workshop under d;odward‘s
direction, wherein>such activities cou]dvtéke place. |

woodwar%gﬂevised a methodology of combining theory andppractice wjth

the belief, according to Barlow @

9Arthu§ﬂwirth, The Vocational-Liberal Studies Controversy Between
John Dewey and Others (1900-1917}, St. Louis, Missouri, September, 1970,
page 9. o , ‘

~~

101bid., page 14. .

“16

.
>
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"that the things studied and taught:had immediate &W
intrinsic val and that a student could not understa
a process or an experiment until he had performed it."1!

Whereas Woodward viewed the efforts of several European ‘countries
to establish practical educational programs as appropriate for ;hose

class structukes he could not éring himself to be]ievé that American

&7

culture should adopt such a posture. He fel# that such a structure
would arbitrarily channel individuals and this should not be iq
America where "every boy is a natural candidate for tHe office bf

president, and no one shall dare to place any bounds to his 5§binat?ons
< 3

and his socia1.possibifitiqs."]2

Woodward fe]t.thiglnanua1 training had real potential for teaching

-

according to the prevalent psycho]ogical‘rationa1e of the day.  In
order to placate his harshest critics who looked with disdain upon
manual tréining, he said that the

. first and greatest faculty to be trained is sense-
perception ... . knowledge and experience and memory and
generalization are .necessary te the operations of logic, and

' manual training is parfticularly strong in furnishing the

.. knowledge and experience, in establishing the major ‘premises
essential to logical reasoning. Tool instruction and tool
practice are full of meaning, and should always be strictly
logical."13

o \ . . - L
"His greatest excitement was raised, however, by the potential of manual
tradining for
> 4
".~. . cultivating a capacity for.executive work, a certain

power of creatorship. Every manual 'exercise' involves the v .
execution of a clearly defined plan. . . however, at proper ‘

’

, Mielvin L. Barlow, History of Industrial Education in the United States,
. Charles A. Bennett Co., Inc., Peoria, I1linois, 1967, pp. 34-36.

12ca1yin M. Woodward, .The Méhua] Tghining School, Boston: D.C. Heath
and Co., 1887. ' '

13Calvin M. WQoéward, Manual Training in Education, (New York: .Scribner
& Welford, 1890), page 204.

‘,._ .
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times, . . . pupils are set to informing and executing
their own plans . . . Memory, comparison, 1mag1nat1on, !
and a train of reasoning -- all-are necessary in creating
’someth1ng new out of old. This power of intervention, of : S
course, is the hiﬂhest active power of intellect of which \\
we are capable." ‘ . .

’

Again, I believe there is much need to reassess such a rationale
: y ‘

i3

and utilize it for future direction. ' ‘_NQ///;//——*T\\
w

The Trade School Ph1losophy ' -

Shall I study the leaders in the trade schoo] movement for my

phiTosophy? It is in this section that I call for a major re- evaldat1on

'Vocat1ona1 educat1on owes much to these leaders and organizattons ~ How-
¢

ever, I be11eve a careful analysis will convince a serious student of our

problems that- . : P ) N

1. Our programs of today do not operate on these ph1losoph1es
but rather on our own evo] ing concepts, and

2. To cont1nua11y accept an espouse such or1gina1 theories
in light of .the problems/ of today, without a re- eva]uat1on,
may prove to be a fata mistake.

A
L]

'

Early Support by Industry " /- ‘ !

The major soc1o ecohomlc po]1t1ca block wAich favored th1s movement N
was the Nationa] Assoc1ation of Mapufacturers, and subsequent1y, the
National Society for Promot1on of [Industrial Education. According to
Arthur Wirth, the mandate of 4hose organi ations was taKen from a state—
.ment of Thomas B Egan, Chairman of the first orqan1zat1ona1 meet?ng of

N.A.M. to the effect .that: ) s

141bid., page 206
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- ". . . the prosperity of any locality was dependent upon
.the prosperity of businesses in it; and therefore, the
proper test for any proposed public go]icy was whether it
would be good or bad for business."! : '

Wirth concluded that: . : -
"The men who came together to form the new Manufacturer's

Association were motivated by the clear desire to survive

in the face pf economic depression. Their interest in

education emerged as they made a broad-based analysis of

i | the causes of their predicament and formulated a coordinated

i

| ’program of policies to overcome obstacles to progress."16

-

}The National Association of Manufacturers established a Committee

dn Industrial Education to recommend action to meet such'neeﬁs.
| "The first detailed report of the Committee on Industrial
Education was presented in 1905 by its chairman, Anthony
Ittner . . ’ . -

"Ittner said that the schools with their impractical ahd
boring programs, failed to meet the needs of ordinary boys.
| . Furthermore the apprenticeship system, which had once )
prepared youth for work, had nearly broken down as a result
of changing industrial conditions and the obstructionist
attitudes of the unions. Manual training and technical
schools were fine for the handful who attended them, but
they failed to reach the vast majority. Ittner's report
asserted bluntly: 'To authorize and found-and organize
trade schools in which the youth of our land may be taught
the practical and technical knowledge of a trade is the
most important issue before the American people today!"17

. < )
The eyes of the leaders of industry were attracted.to the schools

of Germaﬁy, theﬁr leading competition for industrial markets.of ‘the ‘

8

-

world. Members of TH® N.A.M. began to gdvocaté schools of this type
ggafgy America. Wirth states: '

. . ' i 3
~—— "In the German example, they saw a complete system of schoolé

. tailored in mirror-image fashion to the skill graduations
required by industrial modes qf production. Furthermore, it was

[ 15in Wirth, page 32. o - '
. 161bid., page 32. k ) . CS::II‘

171bid., page 40.

-
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a system of industrial educat1on wh1ch made use of the
. equipment of industry, so that school costs could be held
. down. As American observers saw them, the German schools
produced not only skilled workmen, but workers who were
o content in their jobs and loyal to the economic and poli- K
: - tical system. The message seemed clear. Schools in the
United StatesJ?ad to be patterned immediately after this

model if Amerifcan industry were to meet the challenge
of German competition."18

[]
1]

"The instructioh in these . . . schools should be ‘
"éxceedingly practical;' a shop atmosphere should permeate
all work in the school. Courses should concentrate on
industry. Mechanical drawing, shop mathematics, and hand
work such as pattern—making, molding, or machine-shop work '
should be taught in connection with the makibg of practical .
objects like tools, gasoline engines, or benches. For !
girls, academic instruction should be re]ated to the making
of dresses, hats, baked goods, and similar preducts

"Courses in citizenship should be included 'to make an
industrial worker who 1s a good citizen, wise as to his
rights. and ob11qat1ons Statements on this subject were

.P\\\ leftat a very genera] 1eye1

N "The vocational schoo]s shou]d be administered jointly.by -
* practical men from the vocations and "educators., N.A.M.
members were skeptical of 'impractical education.' They. b
felt that manual training had been diverted from-its
industrial purposes by the 'culturists,' and they were 1
determined not to let that happen again. "19 , C

/Tnteresting]y enough, a suggestion patterned on successful admtnﬁstrative

arrangements in Germany was also made of which most of ° us may not be aware:
MUp to fifteen years ago the cont1nuat1on schools -of Germany -
were under the Department of Education, but .they found that they 4
_ never got practiecal educators until they took it away from that
départment and put it into the Department of Commerce and Labor.

"As a result, it.was said, 'Germany has moved twenty-five years
ahead of us.' The ideal was thus projected that a new system of
- schools for-the majority of American children should be administered
not by . educators but by men-cf business in co]]aborat1on with
representatives of labor."20 - x

181bid., page 57. (emphasis mine)
191bid., page 52. -

Zorﬁid., page’53. (emphasis mine),

4




_-15-

(If our fprefathers preached such strategy, why dre we surprised now

’

that C.E.T.A. is administered by the Department of .Labor?)

The Educator's Dispute Among Themselves

@

Obviously, the Frade School Movement could not be undertaken without »
the assistance of educators. Many leading educators of the day entered

the battle }ists and were\heard.

Fdénk Tracy Carlton. Car]ton, a professor of Economics and History at

»

the Albioh College infhicbigan made very coherent observations on the
issUes of the time. Again, according to Wirth .

"Carlton shared the general concern of'reformers to find
the key to progress. . . . He shared the new®*inclination to
trace the sources of social change td economic factors.

Thus, he held the 'social proqress' is vitally and intimately
connected with modifications in the methods of doing the
wor]d S work. (- -

"He- acknowiedged 1ndustr1a11zat1on as the source of change
but argued that men have tended to be unaware of two different
kinds of consequences flowing from it. On the one hand, “he
said the world of the twentieth century was being transformed

into one vast neighborhood. New means of communication could
help men free themselves from ancient parochialisms and .open
the possibilities for enriched human re]at1onsh1ps On the
other hand, the specialization of work in industry tended to

confine workers' lives within very narrow limits: ‘'occupations
have been specialized and subdivided until the life of the {
individual is cramped.'"2] s

"The proper task for modern men, said Carlton, is to acknow]edqe Ly
the reality of these two potentialities of 1ndustr1a11zat1on - . .
the negative tendency to dehumanize.men and the positive one' to .
open new dimensions of human deve]opment. Only when men saw

' 21ppank T. Carlton, The Ind0st;ia1 Factor -in Social Progress, N.E.A.
- Report, 1910, page 8, in Arthur G. Wirth; page 132.

-, - ’.
e .
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clearly what the alternatives were could they frame policies \
to resist .the one and support the other.
A

. . Under contemporary industrialism, 'the home was shorn

of 1ts industry and playground and the shop of its apprentice-
" ship system.' * The result was one that the:reformers never.

‘ceased repeating: that the school was now forced to offer )

service$ which previously had been taken care of by other .7

~

institutions. Pedagogically, schools were now obligated to ’
include not only verbal training but the 'doing' kinds of
learnings. ' Thus shops, laboratories, gardens, and kitchens

were finding their way into schools."

Carlton admwitted that fundamental differences of wpinion divided

people dver the purposes of the public schools.  These differences were

o (R

.manifest in the debate over how the schools should respond to industrialization. .

‘"Today one class of.men who are insistently urging that the public
school emphasize industrial and trade education, do so because they
wish an increased supply of .workers who-are mere workers or human
automatons. ,Many influential employers in the United States a¥ve .
-..demanding in no uncertain tones that-the public schools be utilized )
“to "turn out narrow]y trained industrial workers who may become
.passive links in the great industrial mechanism of the present
age. Systemat1zat1on and specialization are ‘the ‘favorite watch-
words of this class.  The application of factory methods to the
school is demanded in the name of eff1c1ency and economy.
Standardizationy not 1nd1v1dua1 treatment, is the ideal of the
business man, 7o -V il

-

o« v

"Formerly, Cdrlton said, manufacturers had opposed manual tra1n1ng
when it-was a form of general education because of its cost. Now,'
when the industrialists needed skilled workers, they wanted to turn<
public educat1on into schoo]s for apprentices.

"There are other people though, cont1nued Car]ton, who. stand for .o
the position that 'the public school system should train efficient i *?
workers who are also thinking men¥and women.capable of enjoying art,
literature, and leisure, and who will be able to intelligently :
consider the political and'sociaI problems which will inevitably . -
arise in the twentieth century.' They demand that a 'well-rounded
development be given, each child, and that eath student be prepared
for useful and efficient work in the community.*22 The two views
are almost d1ametr1ca]]y opposed, said Carlton; but the difference is
that the first group is agreed on its goals, while the second group
remains d1v1ded on the proper scope of educational programs.

22kbid. , pp. 12-13, in Wirth, pp. 133-135.

Ny
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"Carlton urged that care be taken abdut how industrial
education would be introduced into the schools.” It should
serve to counter the evils of specialization whilch could
diminish men. ‘

Vocational-training must be indissolubly lipked = -
with other forms of training which will broaden '
the outlook of the student, which will make him

a citizen as well as an efficient worker with

v hand or brain. The aim of modern education should :

be, if the aim be anything more than the production of
a nicely articulated ihdustrial system, to '

" produce men, not machines."23 _ .

Industrial change forced educators to review ai]‘aspects'of their
programs. The value issue raised by Carlton had to be con%ideked.
My question is,what implications do the theories of Carfton/have for

us today?

Charles W. E]iot; Another educator of stature, Charles Eliot,

President of Harvard University entered the foray in 1908. In an address
: . ’ . 7/
to the N.S.P.I.E. Convention of 1908, he called for the introduction of

industrial education into the public schools. He said ‘industrial edu&ation
". . . ought to mean trade schools, and nothing but trade
schools; that is, schools directed primarily and expressly = . .
to the preparation of young men and women for trades 24 . . . ot
. These would be new schools, separate from the existing
public schopls, and should have a different role from the
Manual Training or The Mechanic Arts High Schools. Eliot
accepted manual training as a welcome addition to either
he elementary or the secondary curFicu]um-but said it 'is
for culture, not for skill.' The new Trade Schools 'should
produce not foremen or managers, except as skilled workmen
may grow up to these positions, but actual journeymen for
the trades. This is the object of.industrial‘education!"25

: L
231bid., page 13, in Wirth, pp. 135-136. .

-~

v?4Char1es W. Eliot, Industrial Education as an Essential Factor in Our
National Prosperity, N.S.P.I.E. Bulletin, No. 5, 1908, page 9, in Wirth page 139.

251hid., page 11, in Wirth, page 140; ° & ‘ oo -y
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, "We live in a new.world, Eliot proclaimed. 'Nothing whatever
in our country is now done as it was done fifty years ago.' ,
Science has changed the world of work so that a great variety -
of complicated occupat1ons have come into being which are '
based on applied science.' The results have profound implications
\ for approaches-to education and-industry. 'We must get rid of
the notion that some of us were brouaht up on, that a-Yankee can
\turn his hand to anythinc. He cannot in this modern world: he
pos1t1ve1y cannot.' Furthermore, we must disabuse ourselves of .
a y m1sconcept1on that democracy means that children are equal.
'There is no such thing among men as eguality of natural gifts,--
of capacity for tra1n1ng, or of 1nte]1ectua1 power.'"

"The proper stance, said Eliot, was to recognize that special
kinds of education were needed for the different levels of ot
spec1a11zed skills required in industrial society."?/ e

& Thouqh I wou]d aqree with Eliot's rat1ona1e for the period 1900- 1920

do*qg still believe that. u1i1mate spec1alizat1on is the answer?

Bagley's Concept of Socia] Efficiency. W1i11am C. Bag]ey_a]So‘had

profound influence of the moéeﬁent with his concepts of social efficiency.

N "Social efficiency is the§§tandard by which the forces. of
~ -education must select the eXperiences that aré impressed upon -
~the individual. Everv subject of instruction, every item of
knowledge, every form of react1gg every deta11 of habit, must-
be measured by this yardstﬁck " ‘

Do yop, the reader, be11eve that social- efficiency is the only yardst1cu

by which we measure success?

]

A Leading Administrator Sbeaks Out. Andrew S. D;?ber, Commissioner of

\

Education of the State of New York, argued in 1908 at an NEA Convention that:

- 267bid. . » page 13, 1n w1rth page 140,

(o

A 27W1rth page 140. : ' ' o ‘ ' ‘ K

28Wi114am-C. Baq]ey, The Educat1ve Process. (New York: The Macmilian v
Company, 1905), page 60, in W1rth page 184. . '

Y
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" class of schoolseto train a]]-around'mechan1cs for the new ¢ p

1908, pg. 74-75. égn Wirth, page 185 (emphas1s mine} e
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»

. school programs 6ere needed to meet particular
needs, whether those needs are high or low, academic, LTS S -
professional, commercial, agricultural, or manufacturing."29 . o

v
o e

“In another address to the same convention, he argued for - W
separate public trade schools: *'a new order of schools ’ : S
because the new, schools ought to be sharp]y distinguishad’

from any schools that are known in America. Their aim, he

- said, should not be 'to quictken the mentality nor to develop . -
culture . . . The "culturists" are not to appropriate these- AP -
new schools.' Furthermore, they should~not be designed to i

develop eng1neers or foremen, 'The new hoo]s?' Draper

insisted, 'are to contain nd%h1ng which naturally leads away

from the shop. They are to train workmen to do ‘better.work - -
that,they may earn more bread and-butter.'3U Draper wanted

additional -specialization even within the new system: one

~ factories where each workman is part of an organization,
and where much machinery is used,' to be called "factory
schools;"' another class of schoo]s to train mechanics who .
worked independent]y with their.own tools, to be called "trade
schools." Technocratic doctrine.had found a convert in the
. New York Commissioner of Education. 31 ) . ”E§<§;

Charles A. Prosser. U]timatp]y Prosser became the most articulate

14

and forcefukgpokesman for what was soon to become known as vocational

cati n
educatio | o |
. vocat1ona1 education so that it would accommodate only . ~ e

specific -job training programs. He was fond of quoting a friend,
Charles R. Allen: 'The purpose of vocatianal education is to

help a person secure’a JOb train him so he can-hold it after he .
gets it, and assist him in advancing to a better job.'32

Vocat1ona1 education was, in brief, 'training for useful emp]oyment'
and nothing else. ' . B o

) ot N Y

- "Prosser insisted hag all of vocat1ona1 content must.be specific ‘)»
“and th#t its source was to be found 'in the exper1ence ~those who

L]
.

have mastered the otcupations.' The content must come from the munds f . -:’a :
’ o, % ‘ & o
29Andrew S. Draper, Desirable Un1form1tédgnd D1versgt in American - “‘;54
Educat1on, National Education Association

resses and Proceedings, 1908,

page 224, in Wirth, page 18%/°-(Emphas1s mine)

30Andrew S. ‘Draper, "The Adaptation of the Schools to Industry and
Efficiency," National Education Association, Addresses and* Proceed1ngs,u’*

Nbid. -~ | v -

32Cha}1e$>A.’Pr6§serkénd -Thomas H. Quigley, Vocationgl Education inm a

emocracy, 'sed editiog, (Chicago: ~-Amer1can Technical Society, 1950),
pp 454-455, in Wicth page'@32 : . o
25 |
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of competent workers, and it will have 'litt e or Tothing

in common with corresponding content -in any .other occupation; SRS &

In setting up its\program therefore, the [a11] day vocational® JELES A
schools must provide as many speeific courses or groups of, AL A .
courses_as there are octwpations for which ‘it proposes to ; ¥ ‘
train.'33 Prosser was convinced that to produce tiaizeér—- ' £
workers ready for use?hlqainoyment, vocatipnal -progrgms . A
had to be managed not by general gducators put by those * ' ”ﬁk; L
qualified and comnfitt®d to adwance "real v dtional. education®" .. . o
He pushed .hard for: "the dUal”system;"-ffdr.vocatioqal educa~ - : &

tion administered separately from genera]jeduca;iqn. s

R L L _‘_'.'ﬁ.'_ . : ‘\ ’ .
"Throughout his long career, Prosser- repeated end12§styfthe ' Qj%f' o
arguments for his position. Traditigna];gpholastic'education, . L
he maintained, aimed to prepare the citizén for the worthy use S
of his leisure fime. Traditional schoolmen, committed to the - (’ .
task of fostéring "leisure: culture," operated from the psychologica)
tradition of faculty psychology and forma] disecipline. This, they
thought, would: Tead to general mental training and "cultural -
apprecjations."”" - There were several clear reasons why new progrd 5~ .
of vocg:$§nal‘training_could not be entrusted to such men. - -qm?' 'fﬁ:zﬁzg
"Culturists". were cut off from ‘the prattical world af work, and . :
their.outmodéd theory gf\learning made them incapable. of magaging . §§§
'~ genuine skill training prbgrams. 'Vocational education,’ Prdsser IS
argued, ‘only functions @n proportioir.as it will enable an - - °
‘ndividual actually to dbv~a: job'. . . Vocational education mustwj\j
establish habits: habits of cogrect thinRing and of correct doing;
Henag,,its;fundamental theory must be that of habit psycho]oqy;'3 ' o
The iew_scientific psychology- pionegred by Edward Thorndike, said )
Prossér, assumed that the mind is a habit forming machine. Thepe, L
was an obvious fit betWeén this psychological theory and vocational e
education, when the latter was concetved as 'essentially a.matter - _
of thinking and doing.'35 In contrast to the theory of general mind -
training of.the diseredited faculty -psychelogy, Thorndike's theory.

taught that '@¥7 .habits of doing and thinking are developed’in | s
specific.gftuations.' Prosser.deduced correlatively that it ’
. content of vocational training should be'determined by 'the]act al .
' functigning content' of a.given occupationi "If you want to<train - L
" a.youth ‘to be an efficient plumber, you mujt\gglq;t'the act d} g

~ experiences in the practice of the plumbing—trade that he sholild
have.ggd see that he gets these in & real Jnstead of in a pseudo

. Wa,y. » ®, . ¥ L o -
S PR L s - L B
N - y ¥ o 4 4 -
- 331bid., pp. 286-287, in Wirth, page 232. . | \ e
< v ‘ < ¥ U . 1
341bid,, pp. 215-220 ét passim, in Wirth, page P33. .
© 35Ibid.,.page 216, in Wirth, page 233, - T S
- . ’ ~ ) o “_‘;/ ) . . L
B61bid.;, pade 228, in Wirth, page 23377 .
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"Since his rationale excluded general educators from the . ) o
management @f vocational: training, Prosser fought as long
as possible for a separately administered type of vocational -
education. In the final politicking prior to 1917, he had . . J
to make some concessions; but in the main, he created a . a
.framework which permitted vocational programs to stand apart. '
The Smith-Hughes Act did establish a Federal Board for _

Vocatighal Education, separate from the U. ,é Office of °
Education %pd responsible only to Congress.® The -seven member
Board consisted of the Secretaries of Labor, Commerce, and
Agriculture, and three citizens representing labot, agriculture,
and manufacturing and commerce. The Commissioner of Education
was added partly to allay the®anxieties of the N.E.A. Philander
Claxtod, Commissioner of Education, helped to secure a separate
board for vocational education by maintaining that U. S. OFfice
of Education staff was not 9roper]y constituted to administer

~ the provisions of the Act.3 \ ,

"Prosser was immediately appointed Executive Director of the
Federal Board and served in that office in its first two crucial AN
. years. He established the initial tone of administration. States
—\\u S were given the option of setting up separate boards, or of adminis- o
tering vocational education under the aegis of their general boards
of education. In actuality, both the language of $hith-Hughes and
»~ the administrative style of Dr. Prosser assured ‘that vocational
education’ would function largely as a separate aspect of education
within the State."38 -

It is with the philosophy’ of Prosser that ¥ take major exception. Though
. o
I agree to the necesgity of such a rationale in the early twentieth century, "

I cannot 4ccept it as our total rationale of today/ VYet, when questioned, ==
we seem to always retreat to %hesq particula ts of belief held Qy

Prosser. ,Such‘befjefs do not withstand the‘neéds of today.

¢

John Dewey. One cannot deal with the theoreticians of that day without

N

coming to John Dewey. One is amazed to realize that, almost without exception, -
N . ? .

, Vocational educato;s of todéy'wodld claim to be'disicip]es of John Dewey and
: : “ a ' . L 3 ?

37Melvin Barlow,insfory of Industrial Education in the United States, -
(Peoria:’ Charles A. Bennett Compahy, 1967), pp. 114-115, in Wirth, page 235.

38dirth, pp. 232-235.
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yét, abain almost without/é&&eptiﬁ , our actions exemplify much more
‘ Voo
. the writings and theorieg of Prosser. - Pt
"Dewey mafntained that the qual ly of schooling which might
ensue in the new era was related to the decision the nation
ﬁﬁuld make about organizin@ economic life. He noted the ‘
erican devotion to the universal common school but questioned
7 the ends~our ‘system served. ~He ‘acknowledqed that the common
school opened opportunities to many and that it aided in cultural .
unification. But, Dewey arqued, if the system 'merely turns out__
efficient industrial fodder and citizenship fodder in a state .
controlled by pecuniary industry, as other schools in:other nationd
have turned efficient cannon fodder, it is not helping to solve
. the problem of building up a distinctive American culture; it is
only aggravating the problem.'39 Schools used.primarily to help
people aet ahead, to fi1l job needs, and to parrot textbook cliches.

nourished a kind of infantilism.

| "Dewey stressed the point that a genuine renewal of individuality
" could not be accomplished by school reform alone, but had to be B
. accompanied by economic;socia] reconstruction as well.

"1 can think of nothing more childishly futile, for example,
" than the attempt to bring "art" and aesthetic enjoyment !
externally to the multitudes who work’ in the ugliest surround-
ings and who leave their ugly factories only to ao-throvqh
depre§sing streets to eat; sleep, and carry on their dome$tic
operations in grimy, sorddid homes. & C

'] .

"Dewey made the analysis of the process of inquiry one of his
primary tasks as a philosopher.40 He described it as an active,
meaning-seeking- process. By.stressing the point that science is
not the passive reception of finished facts, Dewey tried to ‘
emphasize the active intervention which the knower had to make
to understand and cope with his world. He referred to his philo-
sophy.as experimentalism because it stressed the importance of
treating ideas as hypotheses or plans of action which had to be.
warranted. Science, then, was the best and most vivid example
of the marriage of theory and action. By usina experimental
stience as a.model, Dewey stressed the philosophical point that
action, practice, and behavior cannot be alien to thought but -
are necessary.to it. This demonstrated, he felt, that the
ancient tendency to disparage practice as compared to contemplative
thought was mistaken. . ~

391bid., page 143, in Wirth, page 256.

40See, for example, John Dewey, Logic: The Theory of Inquify;/?hew
York: Holt,-1938), in Wirth, page 264. : . o _
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“In education, Dewey opposed prdctices which treated learning
as a passive process;of absorbing information. He stressed t
importance of tearners being physically and mentally active as
inquirers. The popular image of Dewey's position 1s contained
in the slogan 'learning by doing,' and there is warrant for it.
But Dewey was equally concer th meaning, and his famous .
definition of education cofibines the Features of action and

., Mmeaning-seeking. '[Education] is that reconstructing or reorganizing

of experience which adds to the meaning of experience, and which
increases ability to direat the course of subsequent experience '41

"The test of whether an experience 1s educative, is not whether
mere activity is involved, but whether it leads us to see new

meanings about the world or ourselves. 42

It is the philosophy of Dewey to which we have given 11p service whereas‘
we have operationalized the philosophy of Prosser. We need to reasses§

everything in the light of Dewey. \5

°

The 1963 Vocational Education Act Philosophy

Not much change was ev1dencéd‘1n the philosophical rhetoric of vocational
educators until the early sixties, when according to Wirth,

. w .
"The critics of the 1960s identified two central failures of
vocational education: (1) its lack of sensitivity to changes

in the labor market, and (2) its lack of sensitivity to the
needs of various segments of the population. Critics charged
that Smith-Hughes programs had been confined to a very narrow
part of the spectrum of work -activities, and had failed to
make imaginative adaptations to the demands of a fast-changing

economy. By concentrating on the job requirements of industry ~

and by restricting its efforts ‘to secondary school age students,
Smith-Hughes also failed to give priority to the vocational
needs of all groups in the community. a
"The 1963 Act announced as its aim the development of.vocational
education for persons of all ages in all communities. This was
to be accomplished with a unified concept of vocational education, -
rather than by sharply separated programs for vocational agriculture,
home economics, trade and industries, or distributive education.
Special attention was to be paid to the needs of disadvantaged

»

B

4130hn Dewey, Democracy and Education (New York: The Macmillan Company,
1916), pp. 89-90, in wirth,\page 264, -

“Zirth, pp. 256-264.
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persons who had dropped out of school, lacked basic education
.ski11s, or needed re-training.

"Several of the basic 'operational principles’ of .the revision,
of the sixties iYlustrate dramatica]]y the departure from Prosser's
preferences. ‘

"Vocational education cannot be meaningfully 1imtted

to the skills necessary for & particular occupation.
[t is more appropriately defined as all of those aspécts .
of educational experience which help a person to discover
his .talents, to relate them to the world of worksto
¢choose an occupation, and to refine his’ talents and use
them successfully in employment .
&

“"The objectives of vocational education should be the
development of the 1nd1v1dua1, not ‘the needs of the
labor market .. ' -

"It is no longer possible to compartmentalize education .
into genera], academic, and vocational components. Educa- N
tion .is- a ¢rucial element in preparation for a successful
working career at any level . . . Culture and vocatjon
are inseparable and unseverable aspects of humamt)/~

_ "The pract1ce-of structuring teacher education.along
the traditional occupational category lines/perpetuates
fragmentation of vocational education, severs it further
from general education and hinders adgptation to labor
market conditions."43

Though these concerns were raised, the only recognizable chahge in

-
the Vocationa]‘Education Act of 1963 was the slight broadening of the

concept to include pre-vocational and its emphasis on spec1f1c target

groups. In actual implementat1on we treated these new tarqet groups.

as nqrrewly as we had treated the Smi th-Hughes recipients. -
When the 1963 Act was evaluated in 1968; it was sugaested that

v
n
.

“x
. pedagogical techniques inherent to vocational education,

such as opportunities for multi-sensory experiences and the relation:

))

43Working Papers, 1968, pp. 47-50, 37-39, et passim., in Wirth,
pp. 237-238. .
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" of classroom student to out-of-school experience, might also
.enliven general education. They suggested that studies which
relate learning to the world of work could be important at
all levels, from the elementary school on. -Smith-Hughes (
legislation had denied funds for pre-vocational activities

(excluding such creative new programs in industrial arts as
American Industry projects at the junior high school level).

“"Clearly, modern concepts of vocational %ducation form
a significant departure from Prosser's philosophy. Long
before, in the years preceding enactment of Smith-Hughes,
—John Dewey had set himself in even sharper opposition to
the social efficiency orientation of David Sneeden and
Charles Prosser. Dewey argued that the question of how
to interrelate technical_dnd liberal studies in American
schooling was ultimately relgted to the question of what
quality of life would obtain in American, technological
civilization."44 ‘ SR

Tentative Conpclusions

As I have looked at these various philosophies,~t-again return to
my original question. Does vocational educattien have a qoncise,
consistent philosophical base upon which we can draw? I find after ’

this brief perusal of the literature that:

(1) If.we have 5 phi]osophica] base broad enough to cover 0
all our actions, it is so diffuse and eclectic as to
be almost non-existent, or -

(2) If we choose to select one of the several wérsions of our
so-called philosophical base, then we immediately begin to
operate some facets of our program in direct opposition to
the philosophy so stated. Let me clarify, if I may.

a, If we have a phi]os;bhical base broad enough to "y
encompass the funding of such programs as dissimilar
B as Career Awareness and three-hour blocks of -
instruction in electronics at the 12th grade level,
then we must embrace philosophies that reach all _the
way from Dewey to Bagley. R

b. . If, on the other hand, we fully embrace Prosser, how do ‘
we even contemplate support of the concept of Career
Education?

-

44yiyth, pp. 237-238.
y 1
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Perheps the philosophic qgie of vgcational educatidn is not
so much nonexistent Bs it is schizophrenic. Justifiably, there
are those whe will take me to task on my tentative conclusions.

If I am wrong, I would be pleased to be corrected.

-~

An Attempt at Defining a Phiiosoghica] Base | -

*There are efforts uhder way to make some positive assertions
about our phi]osophy‘ I lTooked with real excitement and interest '
at the Fourth Yearbook of the AVA entitled “"The Ph1]osophy for

Quality Vocational Educat1on Programs." The highly respected BN

Melvin L. Barlow who served a$ editor for the book sayfwtmmediately
in the introduction, howeve¢r, that this is nat a philosophical- . |
treat{se as the title woul sugnest but "a‘book about principles,

issues, concepts, and fundamental consideratfons related to vocational
education’in general."45 | A-brief review of the articles, ‘ali exceedingly
Qe]] done, proves him to be correct for little philosophical meat was

found in such-articles as "Organization of Vocational Education in the
Educational System" by Rgbert Miller; "Administration and Sugervision"

by Merle E. Strong: "Career Guidancé in America: Heritaee and Promise" by
Henry Borow; aKLVThe Ecoﬁomics of Vocational Education® by Garth-Manqum.
Each of_the;e.artic1esrseems to have been written on the assumption that
whatever had gutded vocational education tQu§ far "woeld surely take

us home" if we,bﬁt understood the principles that make our system “tick."

4

45Melvin L. Barlow, The Philosophy for Quality Vocational Education

Programs, 4th Yearbook of the American Vocational Associjation, the AMERICAN
VOCATIONAL ASSOCIATION, INC., Nashingtop, D.C., 1974, page 5.
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My problem with these writings is twofold: : ’ @

-(1)". They deal with principles (which are good) which
have to operate from some philosophical base but *
never question that philosophical base, They * ., e
seem merely to assume that sucn a base is there
and that it should remain inviolate. .

(2) I believe that the principles listed have evofved b
over the years and should not be attributed solely »
to the original leaders of the movement. A
thorough reading of the original manuscripts - |
will find some of the early leaders contradicting ; e Y
" some of these principfes. I think Barlow gives ) I
too much credit for these principles to the early ) '
leaders and pot enough'credit to persons such as
himself who helped evolve these principles.

An Analysis of Vocational Education Principles ' 17 o -

Only in the prologue written by Dr. Barlow did I find any inkling

of a philosophy for vocational education. He does poinf out two -

"fundamental propositions" garnered from the trade movement. i.e., .
’ ad
- "first, that nearly all trades or. occupations can be taught in school,

and second, that socfety benefits in the form of a higher standard of

]

living from trade instruction."46
He then beqgins to establish a quasi-philosophical rationale, a]bgit
he calls them general principles, and says: V

"It is not possible in this prologue to reproduce all of
the principles that appear to have\relevance to the ongoing
programs of vocational education. t it is possible to
suggest a number of the fundamental 4deas that have withstood, -
and probably will continue to withstand, the test of time.

L

"461bid., page 18. : - " ’ .
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AN “

These ideas have been gleaned from the pub]ications‘of
the National Society for the Promotion of Industrial
Educat19n ahd other documents of the period of 1906-
1917." ‘ ' . .

~

For’ purposes of substantiating my belief that these are truly only

'quasiaphi]osoph1CaP and that.dur Jintent shQu]d be to question these
~ and took more deeply, I will, addrgss each principle 1isted by Barlow

. and then raise questions by referring tp the oriqfnal tenets held by

those supporters to whom he attributes the ideas. My point is not to
vi]]ify/Dr. Barlow but to suggest that we had better deal with more . .

) <

'basié\i§sues rather than blithely move to a secend level of principles

and assume our, base is explicable. ;

Principlés listed by Barlow included:

. LA "Citizenship -

It was recognized early by the Society (1907) that the social

stability and economic prosperity of the nation depended in
- large measure upon the character of its citizens. Their views
of the function of government and of general social relation-
_ships were vital elements in the march toward progress. The
‘jdea that.vocational education would foster, support, and
promote values of good citizenship was stronqly embedded in
the rationale for vocational education."4% ’ _ ’

\

\

It may well be true that the Society spoke to citizenship but one should
read k

Qti&ysly concerning-the ideas of the Society vis-a-vis Snedden on
\, . -— . .
citizenship."

"Snedden argued that the ultifmate aim of education was 'the
greatest degree of efficiency.' We could afford $0 permit the
universities to continue to provide adequate education for the
professionals and the leadership class, he said. But we could
not tolerate the failure of schools to provide for 'those who
do duty in the ranks .. { who will follow, yot lead.' Efficiency
for "the rank and file" meant 'not only training for culture's
sake, but that utilization training which/
efficiency in the world of work.' Tréinfﬂg’in the trades and
business, Snedden said, was a 1egitimaté/obligation'pf public ~
education. - The "old education" was judged to be "prescriptive
and ]ogica]" and relied on the sacred "tripos" of Greek, Latin,. =

ooks to individual

~

-

47Ibid., pp. 19-20. (emphasis mine)

481bid., page 20. (emphasis,mﬁne)

‘{’

-

-
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and mathematics. This curriculum, more than poverty or /

“the lure Oof employment, was ‘what drove children from

school. e 'new education,' he predicted, would be an

elective program thateincluded both a variety of child o ’

interests "and a regiimen designed to fit the child to his

.place in society. It would lead the child 'toward the

realities of present 1ife;' and when the child was _

properly "fitted," he would possess 'such an intelligent

understanding of authority as [£o0] make the exercise of ‘
arbitrary authority unnecessary.' 49 _ : -

“Dewey charged that Snedden's narrow trade training was
'social predestination,'50 and Bode attacked Sneddenism as
a plan to perpetuate class differences and promete passive
acquiescence to thg§status quo. 51 -

"Snedden used a variety of arqumentg™to meet hisycritics. _
He argued that 'real vocational education’ opened opportunities
for economic betterment to the neglected rank and file and
therefore was an antidote to undemocratic features of the
-regular system.- When Bode spoke of the need for social demo-
cracy to complement political democracy, Snedden replied that
by "social" democracy, Bode meant 'ihdustrial (production)
democracy, marital democracy, cultural democrac » religious

fronts, movements were urgirg forward, Snedden said, but the *
enduring question remained. 'How much can social efficiency -
stand of these several democracies?'52  If the American people
would be called upon to decide between social efficiency and
}dem cracy Snedden had little doubt about the choice they would
-ymake\ " :

P

I congur that citizenship is a valid principle upon which vocational Q'
education stands. waever, I believe it waé evo]ved, ovér time, and
cannot be-attributed totally té6 the originaT leéders who seemed to
want vocational education to be a social determ@nant as opposed fo a

Y

liberating force.

‘ o
v

49%irth, page 210. .

50g0hn Dewey, Industrial Education - A Wrong King, Ne& Republic, II, \
February 20, 1915, pp. 71-73. o v

51Boyd Bode, "Why Educational Ob\]'ective's.?;'.l School and Society, May 10, - ;
1924, pp. 531-539, in Wirth, page 227. ' .

525neﬂgen, Toward Better Education, page 338, in Wirfhg page 227. .,
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;o A second prificiple elucidated by Barlow was:

“"General Education , .

Only" thro gh the best of public education could -
vocational' education prosper. Thorough grounding in ’
the fundamentals of public education in- the elementary
school was regarded (in 1907) as a basic element upon
which vocational education must rest. But the Society's
general education goals did not rest entirely with the
elementary schgol. In fact, years later when the legis-
lation for voc g:ona] education began to take shape, a
major part of th®’vocational education program was cast as an

integral part of the secdndary school program.'

Again, Prosser seemed \to be dramatically opposed ta Barlow's

/ ‘ principles. He stooa:fort right for a separate system of vocational = !

@
or trade schools and wanted ho part of a proqram which promised to
“integrate industrial studies with general education experiences.

"Prosser advocated a simple Fforthright task for all the
- schools: 'to direct-and train al1 the children of all
the people for useful service.' \He stood with those -
who judged the public schools in %erms of efficiency
criteria and found them to be failires.

"For Prosser, the remedy was clear-cut and obvious; \
identify the aptitudes of children as .early as possible; .
find out the needs of local industry; group children with ‘
likely career lines; give the specific training to make
them efficient in their work . . [Ben] Johnson's kind
of talk, concerning the study of industries and industrial
processes as part of a general education,
Prosser of the kind of perversion of trade _
invariably followed when’ genera] schoolmen got\their hands
on it. The d1ffegﬁnces between the two men reflect basic
value differences ] .

N N .
And remember it was Prosser, not Johnson, who wrote the Smith-Hughes Act

and, in fact, administered it as Executive Director of the Federal

4
Board of Vocational Education_ I do not believe that the present- day '

- @&
concept of 1ntegrat1on of vocational education into the total : ‘ N K
53garlow, page 20. 7 ,
/ .
~  Mirth, page 193. ., ' ®




1 curriéu]um is grounded in Ehe Natfona]kSQciety‘fOr Promotion of

Industrial Educatﬁoq platform.

Clientele
I find no argument with Barlow's statement concerning clientele, -

"Almost from xhe very beginning of discussions about
vocational education the Society had determined that
the program sh&r]d not 1imit its instruction to a .~ *
- narrowly conceived group. The actual wording in a
1907 bulletin of the Society reads as follows: 'Al1l - 4
. schools fshould bedy open to all; sex, creed
color, or nationality should not debar anyone.““5§

However; one wondgrs at the reason fdf inc]u&ing 211_15:1907 in such
a statement when one Qeflect; upon the evidence that the major reason for
the,support'of manufactyrers rose out of a need for ski]]ed~1ab6n.in order
{to be a competitive worly§ power. Also, one must look at the anti-union

bias held by the or1g1na1 members of the Soc1ety as one evaluates such a

statement.

Theory and Practice ‘ = ’

¥

It is here that I take major exception with Dr. Barlow's analysis. He
. : A . :
says: . ) ) _ ;.4

"The modern idea in 1908 was‘\to place emphasis on
both thepry and practice. 'The thoroughly skilled
mechanic ought-to understand npt only the physics
of his work, the science and mathematics, but some- : ’
thing of the art itself.' It was intended that the ¥
student learn a maximum amount of a trade in a
m1n1mum time and still receive a diploma of graduat1on
The 'theory of doing’ and the 'practice of doing' were
to be integrated with an appropriate amount of collateral
academic training. Thg intent of instructign was clearly .
to produce an exceptional .craftsman (Journeyman) who could
advance to positions of h1gher responsibility. = The terms

- theory and practice went hand in hand and both were,
important. 90

55Bar1ow, ‘page 20.
© S61bid. . 4.
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S find it hard to accept th1s genera11zqt1on when I, in turn, qgad

some of Prosser ;iwr1t1ngs té the effect that: .
"Vocational Education, s Prosser arqued, "only functions in
proportion as it will enable an ‘individual actually to do a
Job. . . Vocational education must establish habits: habits

of correct thinking and of correct doing. ‘Hence,_its funda-.

. menta] theory must be that of hab1t psycho]ogy "5

Prosser stated the third genera] theory of vocat1ona1 “education as:

"yocational education mZ,Z be ef'f'ectwe in proportwn
as it trains the individual directly and specifically in
the thinking habits and the manipulative habits required
in the occupatton itself."58 o

Though Prosser speaks of "th1nk1ng habits," I find it hard to translate
those c1rcumscr1bed "th1n§:ng hab1ts“ which he 1imits to spec1f1civoca-v
tion to the term "theory" as used by Barlow. . If we ‘believe (as we‘do)'that

theory and practice are interrelated, the idea is not consistent with

Prosser's Habit Psychology.. °
\ .

'S
Cooperation
I find no argument with the principle herein listed by Barlow as:

"The vocational education proaram was not visualized as the
responsibility solely of the school. -The best organization
took into account the group for whom training was intended

. (employers) and the actual needs of these involved in the

\ occupation (employees). Through the formative period of
“vocational edycation the trinity -- employer,.employee,
educators -- was acknowledged as 1nd1spensab1e to a quality
program. From such ideas, emerged the advifory committee as
the guard1an of appropriate vocational edécation programs.
In no other way could the program fit the real need of
society. "59

\\\57in'wirth;~page 233.

58Charles A. Prosser and Thomas Ouigley, Vocet1ona1 Education in A .
Democracy, American Technical Society, €hicago, I1Tinois, 1949, in Wirth,
‘page 220. 2

. 29Barlow, page 21.
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A*National Problem

Barlow states e1oque2£]y that: » . ‘ . i

y _ . e . . \.’ . . \ :
"Because of the mobility of labor, the inability,of - . o RN
the-states to develop vocational education programs . oo
and the need to use our human resources wisely, , , . =
vocational education was thought to depresent.a - : ' N

" national problem -- one requiring federal funding to e ) _‘
establish appropriate standards and to promote a - . ' S
“degree of uniformity ?n maintainina at Jeast minimum ' N
levels of competency."60 ' T . )

[

. However, gne'shouid hear the analysis of Wirth conéerning"the S §§:}
'+ support of the N.A.M. for federal funding before’he becomes too .
impressed with the altruistic motives of our sungfters at that time.

"When proposals were made¢tg%§§§ federal taxeérfor qroﬁps' S
or interests outside the spherg,ﬁf business, the-N.A.M. , \'
objected. But when the.issue was-the advamcement of buz4ness

welfare ==ith which the public welfare was equated -- the
man$gacturers felt no hesitancy in appealing/ for federal : TR
e action and financial support. One need on]y‘reca]] N.A.M. ‘ 5&&&
‘ support of measures like federa\ standardization of freight ~ ’
rates, the expansion of ,the conshlar service, subsidies for . :
“an American merchant marine, and moves to construct a s
Central American Canal, to see fHat th&ir endorsement of .

federal sug?ort for industriaT,education'WQs quite pre-
dictable." ‘ . ' )

- Individualized IanC::;ion ’

//gne can argue ve?} little with'Dr. Barlow's comments ;;\this

principle as he says:

e

o~

"Yacational educat¥on did not invent individualized instruction

but it developed the concept thoroughly as an integra] part of g ‘
i - - vocational education."62 —— o : C r
I . =§_ . C .
- 601bid. | | %

61Wirth, page 56. - o A

) . . - \y‘: . _' - ) , ) . * i
62Barlow; pp. 21-22. , , ) o
o &/_,




“\.\_ | ' -33-"

/——\
After L1st1nu these pr1nc1p1es, although he does allude to«their
poss1b1e re1nterpretat?on, Dr. Barlow says that , -

“The,system.o “vocaticnal education p0§}u1J€:% that . .. :
ST the vocational education movement rests upon a.solid - . \;

v founda®ion of basic ‘principles tg;t do not change
“with time.' §3 ¥ ,

@ . T } : - .
: Here I 1sagree violently. I believe that not'only have'we chanqed
"'-\fk\\ ) ' Y
bl :
. our i ,erpretat1on of th se. bas1c pr1nc1p1es l:sted’above (though
r
" Dr. Bar]ow s |1st1ng of such qhanges seems more to*be an: ana1ys1s of
- o s .
a cont1nu1ng reaSSeSSment of our c]1ente1e qroup) ‘but we have changed
i our bas1c ph1]osoph1ca1 appbpacH W1thout proper ﬁe11neat1on of such
hange Dtherw1se, how can Dr Barlow g1j§ sucﬁ‘d"edlt to Prosser and
; his d1ctums,as he does and state at the same-’time h1s own be11ef that .
. .)- . -
~ "If the pos1t1on 1s,taken that a person’ s vocat1on e % RN
v is what he does to earn & 11v1ng, then 'vocational - e
subjects' is a variable and net a constant. Whether - .. .
Lo - or not a subject is vocatlonal is determined by the .
5 " will ofa-person and is not a character1st1c of the wo °
oY subject."64 » AR N
. S A - T \\-\ *
S My own be11ef is ‘that we operate on the{bas1s of the. ev01V1ng
‘ N
ph11osophy of the Mel Bar]ows but ‘we have not redefined and stated
: 1uc1d1y such bh11osoph1es Instead we retreat to- the or1g1na] tenets i
of our found1ng fathers for support and thus are sch;zophrenqc s'
e1t any wonder we appea?‘to fr1end and~foe a11ke to be nexp11cab1e even
R \ -
'{§ to ourselves? It's as~1f we sing loudly in the s]1qh 1y paraphrased words
'ﬂ of the, old hymn "Through every h1gh and stormy qale, é : ‘\
ool . . “t¢ My anchor holds within the veil. e N \;)
N gbn this, the solidf rock, I stand, . -~ . -
e ) ’ “HA other ground is 'sinking sand. . ." o
. GIbid, page2s. - . .y
R N . ﬁ ; _ 5}% . S . v
L 641bid., page 28. o v ) . g !
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Yet when we analyze deeply, our present day anchor is no
¥ ' ’ * ;

grounded to the same rock as in 1917 but to our

LT

of vgcatidna] education. If this. be true,’ let's

note it;'specifications an&,stake it out! .|
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A TENTATIVE PRILOSOPHY WHICH VIEWS VOCATIONAL EDUCATION AS A
FUI\(CTION OF THE EDUCATION PROCESS AS WELL AS A FUNCTION QF THE 14
S0CIO-ECONOMIC PROCESS

It is the responsibility of anyone whq has been as highly critical
. as I have been to suggest a possible alternative, ~The teptdtive
\philosophy which I propose to sketch is evolving with me much as a

- v
‘river maintains its direction but constantly chang&zyinternally. At .

. the moment, it is b} no means suggested as the best phi]oséphica] base

i

nor the most appropr1ate ph1losoph1ca1 base for vocational education.

It is on]y one of many that might be offered and, inasmuch as it is

\..v

evo]v1ng, I would welcome cr1t1c1sm and suggest1ons for-1mprovement.
It has evolved from a-serious aha]ysis‘and consideration of both the

history of our movement and an ab1d1ng be11ef that vocationa] educat1on .

is a part of»thé_gdﬂizi:onal brocess as we]T as a part of the. educationa] ' -

(

program.

RS . A& . S ' ?‘ o

’

~ A Long1,ud1ha1 Perspective . v . - -, vgib o

r

-~ If one views the h1story of vocat1ona1 educat1on, one d1scovers that

prior to the 1900s vocat1ona1 educat1on d1d exist. However, it ‘existed
.}g apart fro the formal‘educat1on structure in variou§\39broaches, such

as parental training; tribal.training, apprenticeship and the like. It.

was not untdl the late eighteenth century that any questions were rai?ed o '

- . . »

concerning its inclusion in the formal structure.

R < -~ . . |
o I would like to propose that vocational education as a function of' g:)l
. formal educat1on emerged for reasons not contrary to the demand for
) sk111ed emp]oyees as enunc1ated by N.A.M. but.in add1t1on to those

g

:.‘1V”_
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reasons. I do believe strongly that vocational education as a S
- function'of the educational process as we]]bas a function of the
socio-economic process was acceptEH, athleast tentatively and more
. important, 1egitimized, by 1eadtng schoolmen of the early twentieth
century.' It was this willingness, in my opinion, of leading |
administrators to give this new idea an opportunity to.succeed:

- - that legitimized its acceptance §into formal education and not just
the préssure}exerted Ey the'National Society for the Promotion‘of
7 ’Industrial Education. Yet, it probah]y was much more ooliticaljy_

expedient fJ? administrators to accebt the rationale for vocattona] e

education as expounded by the National Society fay the Promotion

-

of Industr1a1 Educat1on at face value than to be cast into the camp
of "non-believers" and "culturists" and others who were a]]o;gd to
have no part to play in the strugg]e‘ ‘ )
If we view the emergence of vocat1ona1 educat1on in a 1ong1tud1na1
historical perspective, five factors shou]d be cons1dered
(1) Expansion of conceptua] understandings (theory)

(2) Expansion of pract1ca1 application of such
' conceptual understandings (technology)

(3) Number of persons. to be educated A ;
(4) Chrono]og1ca1 or1g1n of vocational educat1on
- ‘(5)’ Concept of true sk111 salability ° .

If one\graph1ca11y 111ustrates these- factors over time, several

interesting phenomena areiobserved.55‘\

65The fo]]ow1ng graphs -are general conceptua11zat1ons der1ved by the
author and as such can stand much improvement in terms of spec1f1c1ty

[
. v
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. Relative Growth of Man's Conceptual Understand1nq
? (Theory)

7 | X A S
Figure T~attempts td” show that man's conceptual understanding of the

nature of the universe and his discovery of its seeming immutable laws
has grown at a steady, - though agonizingly slow, -pace. There is one
' exception; i.e., a s]ight]}.more rapid increase in'our understanding of
basic theory as a result of sp&ce exploration wpich beganvin the'eérly o
sixties. , . . 2
Relative Growth of Man's Pract1ca1 App]icat?;;\;> Acknowledged The&ky
(TechnoTogy)

Figure 2 purports to'show very little practical application of the
. _
acknowledged theory of the time until around the sixteenth century when

the world shook off the .shackles of the Dark Ages- It was not until

around 1740 however, with the advent of the Industr1a] Revolution, that
techno]ogy came into its own. From that point, however, it has acce]erated

”in geometr1c‘B?(:o tion.'” Its increase since 1960 whereiq we entered the

Space Age shows evidence of totally engulfing us in its swelling tide.

. Growth of Percentage of Population to be Educated by Society

Any casual student of'educational history recognizes that it was not

‘ until the twentieth century that any society (and then, only in America)
felt compelled to,subpqrt universal éducation-on éducatidn for all
¢hildren. | ‘ |

Figuje 3 depicts this dramatic change beginning at the turn of the

/‘.
century.




-4a-

.
-
»

Origin-and Growth of Vocational Education 4

Figure -4 simply depiqﬁ%zzhe origin and growth of vocational

\
education. ’ ~

Interre]ationshid of Man's Expanding Theory, Expanding Technology,
Number of Persons to be Educated and the Origin of Vocational
Education ' '

It is when one takes these factors (as shown in Figures 1, 2, 3y
and 4) and transposes each of them upon the other as shown in Figure 5,
- that intgfesting questions begin to emerge. Such &uéstions are

formulated when one notes that it is in the period of 1850 - 1920

’

that the most-dramatic changes'begdn to ihpactvoﬁ_ééch'factor. These .
are the questions which I immediately raise:

1. Does‘the educational process change when the body of
knowledge to be inculcated into the mind of youth
changes drastically frem a relatively small amount of
theory to a relatively large amount of technology?

2. Does the educational proce$s change when society charges
jts schools with education for all as opposed to-education
for a small privileged class? !

3. Does not education have to change drastically it
processes when both these dramatic factors-impact®upon
one another and ugpn the formal education system
simultaneously? )

4. Isn't it strange that it is only when conditions 1, 2, and
3 become true that vocational education was accepted and
legitimized into the formal education structure? -Might
there be a correlation among conditions 1, 2, 3, and 4?

Before 'I answer questions 1-4, et me clearly state my—sure knfwledge

that vocational eduégtion (vis-a=-vis Sﬁ%th-HUghes) did come into\being
as a’sobﬁofeconomic &unction in order to'.train skilled workevs or

industry, businessw and agriculture. That can and has been clearly

-

documented.
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1. Q. Does the education process change when the body of

- knowledge to be inculecated into the mind of youth . ,
changes drastically from a relatively small amount - 4

of theory to a relatively large anmount of technology?

“A. The educational prdcéss must change from dealing with
thg abstract to.dealing with the concrete. - -

2. Q. Does the"educational pfocess change when societylcharges

ts schools with education for all as opposed to education
a small privileged class? ' -

A. When society offers education to a selected few, the role
of the teacher has a leisurely, comfortable, almost . '
individual one-on-one nature. Educational content may
be highly theoretical and abstract. When all are to be
taught, however, a different problem emerges. Most people

“learn best by moving from the concrete to the abstract.
Thus thgfsystem once again is forced to utilize and N
capitalize upon an ever-increasing mass of technology in N
order for its content to be intelligible to the masses. :

3. Q. Does not education have to change drastically its &5 B
processes when both these dramatic factors impact upon . REEL
one another and upon the formal education system . R
simultaneously? '

A. Yes. This really has been answered in 1 and 2-abuve. : v
However, let me editorialize to the extent that a society ‘
which has accepted the responsibility for universal educa-

- tion is indeed fortunate if it has enough technology
available to interest each budding intellect. :

AR

//" 4. Q. Isn't it strange that it is only when conditions 1, 2,

.and 3 become true that vocational education was accepted
and legitimized into the formal education structure? Might
there be z’gorrelaﬁion among conditions 1, 2, 3, and 4?

A. This is my major point. It is my belief that though
vocational education appeared vis-a-vis Smith<Hughes in 1917
as a socio-economic function, i.e., to train people for Jjobs,
it also appeared with an educational function. * As can be seen,
the system had to change. -Vocational education may have been, and in
fact, was politically established to train people for industry.
But it, in my opinfon, was also established and, more
importantly, quietly accepted and legitimized by leading
administrators because they viewed it as a method of
teaching not only the ever expanding technology of the day
but the awesome flood of young faces,most of whom .had to
start their thinking process in the concrete and be moved
‘gently to the abstract, to whatever degree possible.

”), - T : « ‘ | ‘.4.
: 51 ' 4




Ls

ﬂ. ' . -46-
¢ e

Based on the evidence presented in Figures 1-5, I hypothesize that
in j917hthe educational function of vocational edUgation,was recognized

by adminﬁstrators to be that of technique and methodology, as oppoged
/
to being solely content. This made a big difference in ]?17 and makes

a big difference today. Whéréas thé’ methodology®of vocational education

-

m&g:d the entire educatiopal process in 1917 from majoring on thé

abstract to majoring on the specific or concrete, it cannot continue

its headlong p]unge\into“ore and more specific curriculum cobtent,
because to do so becomes detrimental to the student.

\l . ? .
One final ébncept needs %o be discussed; that concept deals with ‘the

point of diminishing returns in the pusﬁ for specific technology to

~ be taught to an individual tudent. This concept will be presented in

Chapter, 'IV, when I discuss he true salability of skills.
\ . 9

v !

x\ .




CONCE‘PT OF TRUE‘ SALABILITY OF SKILES .

- > . o~
L4

- -

) o When I sugg/st in Chapter III that we are methodoIogy as opposed tOw
content, my interest in saIabIe skills w1II sure]y be - chaIIenged So

I raise the concept of true salability of a skill. ~Figure¢q shows an_‘,;
interesting phenomenon. It was hypothesized by Prosser, and riqhtIy -
so in 1917, that the more sp2c1f1c the skill, the more salabie the’ sk11}?
Th1s is ‘true today, to a po1nt Line E- represents skill saIab1I1ty

in 1920—1950. As one‘tan see saIab1I1ty d1d increase with spec1f1c1ty |
of that skiII, However, be;Bhd 1950, as technoIogy started to progress
at phenomenaI rates, this exact relationship did not-continuekbeeause

the intervening variable of transferability began.to emerge. As

technoIogy increases, a person's ability to comprehend all of such : /

technology decreases and, also, such rapidly advanc1ng technoquy tends

to dictate the decI1ne of the need _for previously held sk1IIs as JObS

change.  Thus, & person S ab1]1ty to adapt to-a new job, requ1r1ng new

skills, becomes another measure of| his usefulness to society. .- o
True skiII’saIabiIity, then, becomes a func;ion both“of mastery of-a
spec1f1c skill for job entry and the transferab1I1ty of that skill for
i,m. ~ career stability.” Line F-F' then has two comgpnents, _
%—F which represents the'saIab1I1ty of the mastery of a"specffickskill‘

g

for job entry and F'-F' whic represents the salability of a‘person's

ability to transfer that kin for career stab1I1ty over t1me with
point x represent1ng the ilterpoIat1on of these two factors resuIt1nq in

the true salable vaIue of that skilTYto the person and society.




. - ° »f&\ . . . . : .. - -
.wNNSR. %o mSNus mNmUNum m:.ﬂ vﬁc .,m.m\@,No:mom& vm&om.ﬁ Jo daysuorgvioy-asgur 9 aanbiri
L , L B -

B 82@ . mm_ﬂ 006L  008L . OOZL  009L 002

~ 3 T~

-

Qmapo::uwt :oﬂmu:aeq _.Sﬂumé - g
T

(Aa03yL) \\Euzmumgwuzz Esuamucou - ¥




- .a9-

. v,
Point X shows that'nglﬁﬁG”Wﬁereas there was still a direct correlation
" of a mastery of a specific skill and 1ts 1mmed1ate salability for Jjob
entry, the intervening factor of transferab111ty had caused the true
e sa]ab]e value of that skill not to fo]low totally the tendency toward
" specilization.: Though, there was still a noticeable correlation between
specificity of skil and its salability. and transferability it had by
no’means continued to fo]]oﬁ'the total gain dn technology 'This same

trend is noted in point y for 1975 and as I hypothesizetby the year 2000,

we may see a tomp]ete reversal of the trend toward spec1a11zat10n as

‘ ggpresented by point z. By then we may see that the more theoretica]

B C co
the skill, the more salable the skill. Shades of Ben Johnson; I have

-

. come fall c1rc]e , )

‘ >

Interestingly, presenteday industrialists are beginning to be receptive
to, if not-actually brooosing,.such ideas. Witness; for example, the

. -ready aceeptance‘Of the Wington—Salem, North Carolina, SaTes and

*

Marketing Execut1ves to comments made: by Robert A. Mullen, Deputy Director,

of 0ccupat1ona1 Educat1on for F1e1d Serv1ces as ear]y as September of 1970:
U | [have] attem ted o place myself in your position
and you in mine, and I Ecame] upon the following plan . . .
I'T1 tell them about the traits and characteristics which we
believe you are looking for in\potential employees . . .,
believe that you are looking féE‘young people who:

1) can follow d1rections; \
2) . are dependabte;
= (3). have a good attitude toward work;
- (4) possess the desire to excel, rather than \ ]
‘ settle far a level of mediocrity; .
(5) “possess a «cluster of skills rath@r than
proficiency in narrow skill areas;

.(6) are adaptable to doing assignments; -
(7) _have the ability to get along with peop]e;
&

“




\.

..6‘ <_5n~ _- “ ‘ 3 . v/ ! !

J

A}
. (8) have abil1ty to project a good imaqe to ' -
. the public; and - -Lo~d
C (9) have the desire to continuously improve .
through. formag and informal educatfona]
experiences.
w‘

Before any reader believes that I would "water-down," destroy or
generalize vpcational education, let me re-emphasize my'belief that .
" we do have a socio-economic function; i.e., to trath students in 54‘»
salable skills. Howeven, I also believe we havera coro]Hery function,

/

i.e., an educational function of teaching the "theoretical stuff"57
\\~\7 to all children by taking each one, to the degree pe;sible from
N

the concrete (salable skill) to the abstract (and, perhaps, increase ,

the salability of his skill in the proEess).

66Robert A. Mullen, excerpts from a talk given to the winsggn\Salem
Marketing £xecutives on September 8, 1970. .

67This will be spoken to in the next chapter.

—\) o
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UTILIZING THE CONCEPT OF VOCATTONAL EDUCATION AS A o > N &
FUNCTION OF THE EDUCATIONAL PROCESS IN PLANNING CURRICULA

» : ! * . ‘
. . v <

"My two basic hypotheses 'are: ‘
‘ . ) . ) s
(1) vocational education is methodology as‘opposed |
to content; and o
w s o

(2) the true salable value of a skill is a combination . °

~of its short-range specificity and its 1ong-negge
transferability. - & /#’;,/{T

- . I ) | < .
N I now would 1like to demonstrate how one may use these postulates

and build vocational education into its.proper place in the educational
bnocess; I(Pe]ieyé that fhe position of vocational education is .
strengthened by déing’thi; rather tHan made weaker. To do so, however,
one Has,to begin w{th the entire edchiional process and the entire
curriculum as a\star;ing point. : | : o

' For my.coﬁments Here. I have draQi heavfly Upon'the?gheoYieé of

Leon M. Lessigner. In a paper entitled "Educational StaEﬁTity in an

4

Unstab\e Technical Society," Lessigner said:

"Informed opinion regarding the role of the high school in . !

professional, technical and vocational education seems to fall
into two camps. One #pasition might be described as the camp

~of the Greek, Heraclitus, and the other, the camp of the N
American behaviorist, Watson: The Heraclitiahs hold to the \\°
belief“that there is nothing true but change -- that the impact
of automation and changes in technology are such as to make it
impossible for schoals to do any training save that of genéral *
education in English, the sciences, mathematics, and so forth.
The Watsoniams, on the other hand, in the great American
tradition of optimism are interested in simulating some of the
more important present occupations at the high school level in.
the belief that youth with immediate salable skills can be
gajnfully employed and when necessary, retrained to meet changing
conditions. Théy -hold to the belief that youth'soon to enter the
labor market will hold two, three, and even more careers before

~

v ’ ‘.‘-

5%
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- they will retire from the labor market, hence they will see
. little possibility for career training in the school.

\ "It would appear’that both the Heraclitian and Watsonian
’ positions have merit, but neither position is adequate.
Analysis of the occupational world indicates that both
positions must be utilized in varying proportions according
to the nature of the job family for which the ﬁupfl is, .
preparina. More importantly, underlying all the professional; -
ski1led-and technical occupations, .lies a substantial set of
behaviors which can be taught, described, and are remarkably
QB stable. It is this stab]g structure which should be carefully
-', considered by educators." 8 . _ -
. . ' . . - . :
Lessigner has conceptualized these stable behaviorsinfa diagram ‘ -
, v . _ , : ; L
_ which he entitled "A Set of Stable Behaviors in an Unstable Technical
, Society: as shown in Figure 7. He explains his concept as follows.
"Figure [seven] shows that the/stable behayiors comsist of at least
~ twelve obse}vable, definable, and teachable stages." The reader will
find much information of va]hesiflhe.or she will read Lessinaer's
entire document which I have included as an Appgnd?i;] -
For purposes of placing vocational education as a function'in.the
process of education as theorized by Lessinger, let me take two examples: /
ornamental horticulture and automobile mechanics {see Figure 35. |
. If one views the body of kﬁow]edge a; a concentric mass with basic
theory in the innermost circle and the most specific technplogy on the
. ¢ . P N
periphery,-one begins to be able to make some intelligible deductions
about the education process. In my first example, I HaVe placed the
theories of the movement of water.through plants (transpiration) in the

center of our mass of knowledge, with ever-increasinq specific application

4
»

68Leon Lessinger, Educational Stability in an Unstable Technical .

+ Society, CaT&Egrnia Journal of Secondary Education, March, 1965.
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of that theory in seccessﬁve rings. One can see immediately that some
students who might be intrigued with the very specific (who have a
vocational goal Qf f1ora1 aide) will enter the program in-anvornamental
horticulure class. The teacher, however, will not only teach f]ora]
skills but will also move students into basics of agr1cu1tura1 science;
subsequently, through the use of a greenhouse to the principles of
BotahyLahd fin ]ly, if possible, to an understanding of the theory of
how water 1S/moved_tﬁrough plants with concomitant qrowth oi plants,
photosynthesis, water \oss, nutrient loss, production of flowers, etc.
A1l students will not wish to nor be capable of moving 1nto the full
depth of theory, but consider the tragedy of teach1ng students on]y )

how to pot p]ants,,ma1nta1n soil mo1sture ,%and other such short range

skilYs when so much more is poss1b1e. '

Consider n;t only the transferability of the understanding of the
theory of transpiration to all plant life but also the fact that such
rinciples are pr%ncip]es of hydraulics (morement of Tﬁquids) and as'such,
are concepts used ih sanitation engineering, braking and steering systems
" of cars, and a myriad of other job-related understandings.

Another example could be that of auto mechanics. A student could enter.
an auto mechanics program to gain short range’ salable sk1lls But this
system would move h1m (or her) progressiely from the automob11e to its
systems (braking, steering) to a hydraulics laboratory and ultimately, to
\\the degree bossib]e, to an'ﬁnderstanding of the basic principles of physics.

, Conversely, one 1mmed1ate1y sees the physics or b1o]ogy student making

use of the same laboratory experiences to learn to operationalize his or

61
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or her thed?etjca] concepts; Thus, divergent types of students would

be side by side, performing on+an individual basis the same activities

but for different reasbns.t> They might even learn to reépect éach other's
differences. | | | / |

Lessinger's theory of the twelve functipns would be applied by all .
teachers at each level but the school would sogn operate as a .unit,
with,vos74?6ndl education in the proper perspective of an education
function. | ” |

You may come up yith many more and better.examples. The specifii'
labs on the pe?iphery (or co-op stations) would be defermined‘iy
needs of business and industry. Students would be given a.séJable
skill for job entry. They would also be given a conceptual understanding

of these skills for future transferability. The ultimate goal would be

to give the skills which have the greatest possible true salable value
E

to the most possible stﬁdents.

I recognizé that this is nothing new. Vocationai people since ,
John Dewey have talked about the "why" as well as the "what." Perhaps,
tholigh, it helps us to view ourselves in proper perspective in the
process and will brjdge the chasm between us and academic educators .

because it is evident, to me at least, that we all teach the same content.

-

Qur only difference is in the point on the continuum of Theory-Technology

.where we begin.
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SUMMARY
After this study, I conclude: . ~

‘;

1. We need td cléarly delineate a rationale, concise .
adequate philosophical base for vocatipnal education
_ so that we and all others wi]] recognize our purposes.

2. . This process will have to include a thorough, perhaps
painful, re-analysis of our traditions of long-
standing. ; N o

3. The Toosely-knit philosophy to which we so.blithely

/refer will not "hold water" in thé technological
society of today; though parts of it are a good point
of departure. ‘ ~ '

Those who are closest to the heart of the proqram
should begin the process and then involve all others
who can and want to have ‘input.

S

'5.  The tentative philosophy which I have developed may
serve no more useful purpose than that of a "straw

. man® for the leaders of today to attack but at least,
it will begin the process of re-definition of our
purposes. . ,




_ . ’ APPENDIX
EDUCATIONAL STABILITY IN' ' |

AN UNSTABLE TECHNICAL SOCIETY
Leon M, Le551nger

# .
An analysis of most so-calTled comprehensive high schools today show that neither

_the present college preparatory program, the present vocational or industrial arts
'.program, nor the present general or cafeteria style non-college preparatory program
provides 'satisfactory preparation for the great range anéﬂrapidiy diver51fy1nq set of
post—secondary school opportunities.

Informed opinion regarding the role of the high school in professional, te hnieai
and vocationa] education seems to fall into two camps. One position might be
described as'the camp of the Greek, Heraclitus, and the other, the camp of the American .
behaViorist“ Watson. The Heraclitians hold to the belijef that there is nothing true
but change -~ that. thg“impact of automation and changes in techno]oqy are such as to
make it impossible for schools to do any tra1n1ng save that of general education in
English, the sciences mathematics, and'so forth. The watsonians on the other hand
in the great American tradition of optimism are interested in 51mu1atinq some of the
more important present occupations at the high school level in the belief that youth
with immediate saleable sh\]]s can be gainfully employed and when necessary, retrained
to meet changing conditions They hold to the belief that youth soon to enter the
labor market will hold two, three, and even more careers before they will retire from
the labor market, hence they see 1ittle possibi]ity for _career training in the school.

Q\\it,wddld appear that both the Heraclitian and Watsonian p051tions have merit,
but that neither position is adequate. Analysis of the occupational world 1nd1cates
that both p051tions must be utilized in varying proportions according to the nature
of the job family for which the .pupil is preparina. More importantly, underlying all
the professionall‘skilled and technical occupations, lies a substantial set of behav-
iors which can be.taught, described, and are remarkably stable. It is this stable
- structure which should be carefully considered by educators.

Fiqure Onei/ A Set of Stable Behav1ors in an Unstable Technica] Society," illus-

trates the ref/tively fixed nature of technical and professional work methodology.

~
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Figure One: A Set of Stable Behaviors in an Unstable Tech-
nical’ Society _
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with fewer edueat\onal requirements, these are re1at1ve1y few and swiftly declining in

- high sch001 preparat1on of:all children. The f1oure highlights this ‘concern by

-60-
%\

The mode] centers on the occupational team which society has already created to ful—

f111 its profess1ona1 techn1ca1 and vocat1ona1 objectives. The .four-level occupa—
t1ona1 team which has become 1ncreas1nq1y typ1ca1 of modern business, government and

1ndustry, ref1ects the comp1ex1ty of the current world of work. Today, edUCat1ona1

training is required for entrance into appropriate.joh/%ami]ies. Thus, there are

jobs requiring four or more years of cd11ege’education‘ jobs-requiring some college

education, and JO?S requiring a high schoo} ‘education. Wh11e ‘there still are jobs -~

number The comprehens1ve high. schoo1 must recognize its respons1b111ty in the post— '

focusing on the mu1t1 -faceted nature of ‘the. high school in Juxtapos1t1on to the tradi-

t1ona1 co]]ege prer/non co]]eqe prep dtchotomy‘ “

F}gure One shous ~that the stable behav1ors cons1st of at Teast twe]ve observable,'
definable, and tEa 'ab1e stages.. Even though the stages are Tisted in numerical order,
it shou}d not be assumed that they will. negessar11y be found or staught in this order.
Indeed, exper1ence has shown that any}stage may be entered with Subsequent work en-
compassing the other’stages in any order which happens to be appropriate. For the
purposes of description, the stages will be presented in numerica] order,

Stage 1 is a data’ procurement stage. Here, data in the form of rece1pts measures,
phys1ca1 samples and the Tike are secured for or by the pupils either from
experiments which were conducted or which they conduct, or from.natural
situations such as receipts trom an ongoingfbusiness,‘or soil samples from
a civil engineer. - . | ‘ ; - N

The next'stage is data observation. Pupils take the’ data wh1ch was secured from
exper1ments or from natura1 sources and perform certa1n observat1ons upon these
data. Their observat1ons may take a natura1 form -- that, is, they may use the1r
physical senses, or the observation may be a1ded through the use of a variety of

1nstrument\ ‘The instrumenting of observations can be simple or maqnif1cent1y

complete and can form highly 1nstruct1ve and motivating 1nstruct1ona1 experiencge.

T ) . L
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. The third stage is data recording. Pupils observe the data and then record what they -E

have observed Here again, the data may be recorded in a "natura]" way -- that

is, using a simple pencil and paper, or the process of recording can be high]y

~

instrumented, affording productive areas of 1nstruction and metivation. v

The fourth stage is concerned w1th data organization. Pupils 1earn to tabulate,
/-4’

graph and use mathematical insights in the form of tables, simple statistics,

: and so forth. The object of this stage is to prepare the data which was reCordedh
s in a useable form for the subsequent stages. It is entirely pcssible that data
may be recorded in a prearranged organizational pattern,
The fifth stage logically follows the fourth or organizational stage, and consists of
- . data interpretation with the reporting of the interpretation. In this stage, the
<Q,pupﬂ needs skill 1n technical writing. | » e
In the sixth staqe highei mental functioning is required, the pupil must make value
Jjudgments about data and consider decisions which might be made on the basis of

the report and the evaluation. Stage VI &then, represents the critical phase

of the entire data processing experkence. It is entitled data evaluation and

e . . L 4 ‘
decision making.

Stage VII -- sociaiﬂsciences, economics and philosophy -- represent the contributions"
of the sociallscience curriculum to the pupil for his use in making decisions and -
judgments required in Stage y1.v'It can be readily shown that in a free society
the nature of decisions wi’%fer from that of an unfree societys The crucial
point here is that data in themselves are amoral. The?mora]ity_is brought in
from sources outside of the technical experience. |

The VIII stage refers to the whole area of finance which must come into p]ay once
decisions are reached if an enterprise is to function. a ’

Stages IX; X, XI,-and XIT respectively, describing management and production sa]es

“ and advertisinq, transportation and logistics, accounting and ana]ys1s logically

flow from p]ans to utilize the dec1s1ons mad% on the bas1s{§f an eva]uation of data

s -
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It may be heTpfuT at th1s po1nt t descr1be two examples _to show the stab$11ty of

~work methed in a var1ety of d1fferent and chanq1ng f1e1ds. Pup%)s y be 91ven so11

¥

samp]es secured from civil enq1neems prepar1ng to bu11d a hous1nq projegt. The pup11s
can observe the soil samples us1ng chem1ca1 and mechanical procedures, record what

. they observe organize, 1nterpret and report their f1nd1ngs and mdke udgments regard-
]

ing the su1tab111ty of that s011 for supporting the bu11d1nos * Thei decisions w111

- . be 1nf1uenced by econom1c facts such as S1te preparat1on costs methods of f1nanc1ng,

and o) forth In the med1ca1 field, students may take b]ood samp]es from an1maTS“
observe, record organize »1nterpret and report the1r f1nd1ngs, and render judgments
based on cond1t1ons laid down in the or1g1na1 exper1ment For examp]e the problem :J?
_ m1ght be concerned with d1et or routine, etc Aga1n dec1s1ons will be 1nf1uenced by
considerations ar1s1ng From stages VII through XII v , r\ | \

The conceptual approach lends 1tse1f both to the segregation of pup11s for the
purpose of instruction and to the integration of pup11s for their daily work.. Tasks
may be formu]ated wh1ch are educat1ona]1y relevant, reqd1r1ng spec1a11zat10n of some
and 1ntegrat10n of all. Thus pupils ,may be at work ona prob]em wh1ch has in it
elements” 111ustrat1ng the concept of fr1ct1on Some pupils w111 be able to operate
with the not10n of . fr1ctTon as a mqggemat1ca1 construct. 0thers will take from the
experiment the not1on of fr1ct1on as . force %Hn]] others will only be ab]e to con- ~
ceive of friction as heat. 1In the educat10na11y re]evant task, the poss1b111ty of
enhamc1ng the dignity of all in the work world may be moved forward and the fru1ts of‘
specialized instruction a1so be rea11zed . -/ -

A further use of such a conceptua11zat1on as described here lies in the area of -
'guidance Data-and prob]ems arise from a mu1t1tude of Job\fam111es In the progzzg ﬂ

of learning to hand]e data, pup11s gain exper1ence not on1y as practitioners in the
job families, but gain an 1mpreSSTon of the -jobs themse1ves fﬁ
It is easy to v1sua112e that what has- been descr1bed is-but the f1ri§ﬂplank in a

sequent1a1 educat1ona1 program. The second pTank m1ght weTT consist of the estab11sh-
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third plank in which pupils who have served in.the s ecialized labs could be given

. L1
EN

V4
ment Of“spec1a]1zed laboratories in each sthool where pupils can behave as practi-

/ : .
tioners and render useful service to the school as well as to themselves. For example,

sohoo]§ might develop a ppys1olody_1abqratory, a human potentials laboratory, a ) -
materials selection ]aboratory, etc. Pupi]s could take the skills and know]edges
which they have gained through an understandlng of~the twelve stages described in .
Figure One and apply them' to real s1tuations Which exist in the schoo] Fdr examp]e.
using a table of random fiumbers, a small group of students from the physica] edica-
tion prbgram might be brought intolnne physio]ogy lab, manned by pupils, amd given
physioiog1cal tests which will expose physica]'f1tness Again, in the human poten- .
tials ]ab pup1]s m1ght experiment w1th optimal ways of 1mprov1ng memory , study sk1]]s,
and the like. . In the materials selection lab, products to be purchased by the Boérd |
of Trustees might be subject to analysis and decisions rendered to the administration. -
and’Board'about the desirability of puro%ose. This kind“oﬁ'drqgram could ]ead to a

_ — Ty
an opportunity -to gain work experience in actual NbordMories that exist in the

? " T -

community.

In summary, what is describedfﬁbove is an applied scientific method. .Whereas

.o ! .
the world of worlk is in-a constant state of flux, some important aspects of the

' basic work method have not changed. Were we to provide youth with the know]edge e

W,

“and skill described, we would have made a major_contribution to their post-high

*

schoo] succés§ Young people handling data and problems from the“"rea] world" Es

- well as fro? carefu]]y contr1ved exper1ments representative ‘of jobs and major JOb

&
fam1]jes wou]d not on]y ga1n familiarity and competencé in the applied sc1ent1f1c

-

method, and a fam1]1ar1ty w1th a whé]e host of profess1ona1 technical, and voca§1ona]

JObS, but woud actual]y experience the behayior of a person in an engineering job,

K

or as a hospital techn1c1an a market analyst, ora mechan1c It can also beksean

that properly 1mplgmented thls concept framework can serve as a vehicle by wh1ch

”

mathemat1cs, science, EE§J1sh and soc1a1 science may be strenqthened The: k1nd‘ofv

~ Y- T
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‘program described above can be most readily carried out as a two or three hour core
program uti]izing team teaching. In this way, pupils involved in the program'wouid not
be denied opportunities in general education.

Profess nal, technical and vocational educaiﬁon must be viewed as a wnole to

become a unified movement in the direction of training for ourjtomplex world. A1l

L

our programs at all levels -- and there are many levels of job qpportunity derivwlng
from scientific and technological developments -- show direct relationship to scientific
and techno]ooical cluster fields.

“While the functions and levels of responsibility will differ markedly, all Jjobs
in the future will require a degree of comprehension that transcends the merely
manipu]ative Comprehension must begin at the administrative level, then permeate
- the teaching level and finally belong to all the ‘American men and women.
h Comprehension on the part of administrators and teachers must include excetlent
understanding of the nature of technical, professiona] and vocatipnal accupations,
the requirements of’ the Spec1aiized fields ane~a k/en awareness of the shiftinq

. nature of the wor]d of work Qur goal must be to supply that manpower that can

secure the economie and social goals of this great nation,

3
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